The accommodation of contested identities: The impact of participation in a practice-based Masters Programme on Beginning Teachers’ professional identity and sense of agency. by Connolly, Mark et al.
This is an Open Access document downloaded from ORCA, Cardiff University's institutional
repository: http://orca.cf.ac.uk/109331/
This is the author’s version of a work that was submitted to / accepted for publication.
Citation for final published version:
Connolly, Mark, Hadfield, Mark, Barnes, Yvonne and Snook, James 2018. The accommodation of
contested identities: The impact of participation in a practice-based Masters Programme on
Beginning Teachers’ professional identity and sense of agency. Teaching and Teacher Education 71




Changes made as a result of publishing processes such as copy-editing, formatting and page
numbers may not be reflected in this version. For the definitive version of this publication, please
refer to the published source. You are advised to consult the publisher’s version if you wish to cite
this paper.
This version is being made available in accordance with publisher policies. See 
http://orca.cf.ac.uk/policies.html for usage policies. Copyright and moral rights for publications




The accommodation of contested identities: The impact of participation in a practice-based 
Masters Programme on Beginning Teachers͛ professioŶal identity and sense of agency. 
 
Abstract 
TeaĐheƌs͛ professional training and development has been the focus of intense academic and 
political debate.  This paper contributes to this by considering Beginning TeaĐheƌs͛ (BTs͛) self-views 
of their professional identity.  The findings are derived from a mixed methods study with 
questionnaires (n=886) and focus groups and interviews (n= 60) with BTs in Wales.  Drawing on a 
socio-cultural approach, the findings illustrate how BTs͛ iŶtegƌatioŶ of competing professional 
identities bolstered their sense of professional agency. These findings have salience within a policy 
context where both teacher education and professional development are increasingly aligned with 
the narrow organizational objectives of the school. 
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Sachs (2016, p. 414) poses the rhetorical question: teacher professionalism, why are we still talking 
about it? Her answer is that we need to talk about it, not least to counter what she categorizes as 
͞top doǁŶ͟ approaches to teaching. These top-down approaches have been aligned with what has 
been categorized as organizational professionalism, often represented as the antithesis of 
occupational accounts of professional practice. Organisational professionalism is closely aligned to 
realising organisational objectives through standardisation and technicist decision-making within 
increasingly hierarchical work structures; while occupational professionalism is based around a 
collegial commitment to discretion, autonomy within more horizontally-organised professional work 
structures. However, these antithetical accounts have been superseded by research (Sachs, 2016; 
Evetts, 2009a; 2012) which focuses on how these competing professional discourses are utilised, 
appropriated and integrated in professional work settings and practice.  This paper will draw on such 
approaches to illustrate how Beginning Teachers (BTs) studying a practice-based masters 
programme appropriated, accommodated and in some cases integrated differing understandings of 
professional practice derived from their initial teacher training, school environment and, in 
particular, their masters͛ studǇ to inform their self-view and sense of professional identity.  
 
The increasing influence of organisational professionalism has resulted in professions generally − and 
teaching especially − undergoing fundamental change or, as Evetts (2012, p. 1) suggests, ͞tuƌďuleŶt 
times͟. This tuƌďuleŶĐe iŶ the UK has manifested in a teacher recruitment shortfall and high levels of 
attrition amongst beginning teachers (BTs) -  see, for example, Authors (2016). The original 
responses to such turbulence were varied. Some argued that the organizational restructuring of 
professional work eŶeƌǀated tƌaditioŶal ͞oĐĐupatioŶal͟ professionalism leading to  de-
professionalization (see − for classic examples − the earlier work of Evetts, 2009a, 2009b; Ball, 2003, 
2016; Ozga, 1995); while others claim that such restructuring has precipitated the emergence of 
alternative professional identities and practices (for a classic account see Hoyle, 1974; or Hargreaves 
 3 
 
& Fullan, 2012). Such accounts have been superseded by recent research which has focussed on 
both the interplay of discourses within professional organizations (Evetts, 2012; Sachs, 2016) and 
how these are appropriated and integrated by teachers themselves to promote their sense of 
professional agency (Priestley, Biesta, & Robinson, 2015). However, as Biesta, Priestley and Robinson 
(2015) acknowledge, there are often tensions within education systems as they attempt to foster 
and promote individual agency and innovation while mandating collective approaches to 
professional practice that limit the agency of teachers. Within this paper we consider whether 
approaches to the professional practice of teachers within one country in the UK- Wales- either 
fosters or limits teacheƌs͛ pƌofessioŶal ageŶĐǇ. 
 
Despite extensive theorization of teacher professionalism, there is a lack of substantive, empirically-
dƌiǀeŶ ƌeseaƌĐh ǁithiŶ the UK iŶto hoǁ the iŶteƌplaǇ of diffeƌeŶt disĐouƌses shape teaĐheƌs͛ seŶse of 
professionalism and how these play out in their professional lives. The paper starts to address this 
gap in the research through an analysis of teachers working within the Welsh education system 
which has developed its own approaches to teacher professionalism. The paper draws on a study 
conducted with almost 900 BTs working within the Welsh education system who took part in a 
Welsh Government sponsored Masters level programme of professional development (the Masters 
in Educational Practice [MEP]).  
 
We will begin by drawing on sociological approaches to the professions to provide an overview of 
debates around professionality generally to contextualize classic and contemporary considerations 
of teaĐheƌs͛ – paƌtiĐulaƌlǇ BTs͛ − professional identity. More specifically we describe how, after a 
period in which professional identity tended to be theorised in categorical and often oppositional 
terms which focussed underpinning moral and normative values,  debates have moved on to 
consider  ͚hǇďƌid͛ identities and teachers͛ construction and management of these identities (Sachs, 
2016; Day, Kington, Stobart, & Sammons, 2006). We will then provide the policy context within 
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which the BTs in this study are working and, finally, the background and approach to professional 
learning which informed the MEP Programme from which the empirical data is derived.    
 
Professionalisŵ: a ͚Third Logic͛? 
The evolutionary narrative of the sociology of the professions is well established (Abbot, 1988). 
Initial approaches delineated both the attributes and functions of professional practice, while later 
work attempted to differentiate the professions from bureaucratic or market-based approaches to 
organizing work (Freidson, 2001). The role played by formal training in an intellectual area was key in 
atteŵpts to diffeƌeŶtiate the ͚͟logiĐ͟ of pƌofessioŶal ǁoƌk fƌoŵ that of the ŵaƌket aŶd oƌgaŶizatioŶ. 
Freidson (2001, p. 7) argued for the retention of ͞the ideal tǇpiĐal positioŶ of pƌofessioŶalisŵ͟ 
whereby ͞a paƌtiĐulaƌ speĐializatioŶ ƌeƋuiƌes a fouŶdatioŶ iŶ aďstƌaĐt ĐoŶĐepts aŶd foƌŵal leaƌŶiŶg͟ 
which facilitates the application of discrete decision-making in complex and often sensitive work 
environments. Otheƌ ͞logiĐs͟ of pƌofessioŶal ǁoƌk FƌiedsoŶ ideŶtified include collegiality in the 
workplace; ethical practice guided by specialist codes of conduct; and an orientation towards serving 
the puďliĐ − ofteŶ ƌefeƌƌed to as a ͚ǀoĐatioŶ͛. To ƌealize this iŵpoƌtaŶt ĐoŶtƌiďutioŶ to Điǀil soĐietǇ 
Freidson (2001) argued that professional work required decentralized and horizontal organizational 
structures and an ethical commitment to foster collaborative work practices necessary for the 
delivery of inherently complex public services- ͞logiĐs͟ that form the basis of an occupational 
account of professional practice. 
 
The de/reprofessionalization debate 
While celebrating the Third Logic of professionalism Freidson (2001) identified a paradigmatic shift 
within the organizatioŶ of pƌofessioŶal ǁoƌk thƌough ͞ĐoŶtaŵiŶatioŶ͟ ďǇ the alternative logics of 
managerialism and commercialism (the tenets of organizational professionalism). These alternative 
logics manifest themselves in bureaucratic proliferation, enforced standardization, hierarchical 
structures, technicist approaches to practice and techno-rational approaches to knowledge 
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implemented in an attempt to promote and foster commercialized practices.  Critics of such reforms 
Đategoƌized as ͞Ŷeo-liďeƌal goǀeƌŶaŶĐe ŵodels͟ (Casey, 2012, p. 1) or the proletarianization of 
professional work (Reed, 2007), have argued that they have resulted in the emergence of a culture 
of accountability. Ball, for example,  dismisses this accountability as the ͞terror of peƌfoƌŵatiǀitǇ͟ 
(Ball, 2003, p. 215) which is anathema to the integrity and autonomy which is the sine qua non of 
professional practice.  
 
Fundamental to organisational professionalism is the use of data for governance (Ozga, 2009; Ozga, 
Dahler-Larsen, Segerholm, & Simola, 2011):  Ball (2015, p. 299) characterizes this as the ͞tǇƌaŶŶǇ of 
Ŷuŵďeƌs͟, while recent research (Bradbury & Roberts-Holmes, 2016; Roberts-Holmes, 2015) argues 
that ͞datafiĐatioŶ͟ oƌ the ͞fetishizatioŶ of data͟ (Hardy & Lewis, 2016) has restricted pedagogy and 
practice within the earliest phases of schooling. This thesis argues that the culmination of data-led 
͞suƌǀeillaŶĐe͟ is professional uncertainty as oŶe͛s soĐial ideŶtitǇ is challenged. Within this thesis, the 
subversion of autonomy rendered by accountability has resulted in the claim that those working 
within organizatioŶs deeŵed pƌofessioŶal haǀe ďeeŶ suďjeĐted to a ͞depƌofessioŶalizatioŶ͟.  
Amongst the most committed advocates of such a thesis are those who argue that such 
organizational restructuring is the antithesis of professional work: Ball (2012, p. 28) invokes Yeats͛ 
Second Coming to desĐƌiďe a ͞rough beast … slouĐhiŶg toǁaƌds us͟ to illustrate the effects that what 
he categorizes as neoliberal reformulations have had on professional practice.   
 
While Ŷot eŶdoƌsiŶg a ͚depƌofessioŶalisatioŶ͛ approach, other educational researchers have 
recognized that shifts iŶ poliĐǇ haǀe alteƌed teaĐheƌs͛ pƌofessioŶal pƌaĐtiĐe aŶd ideŶtitǇ iŶ a Ŷuŵďeƌ 
of ways: the subversion of teacher autonomy (whether this is real or, as Whitty [2008] suggests, ͞de 
faĐto͟ autonomy); bureaucratization and managerialism; the prioritization of accountability over 




Re-professionalisation, integration and agency 
There is a tendency within some accounts of deprofessionalization to represent the professional as a 
passiǀe ǀiĐtiŵ of the ͞slouĐhiŶg ďeast͟ of ƌegulatioŶ, ƌoutiŶizatioŶ aŶd ďuƌeauĐƌaĐǇ.  Although soŵe 
authors have highlighted resistance (McCulloch, Helsby, & Knight, 2000) or, more recently, argued 
foƌ the suďjeĐtiǀe self as a ͞site foƌ the politiĐs of ƌefusal͟ ;Ball, ϮϬϭϱ, p. ϭϭϰϯͿ, theǇ haǀe ďeeŶ 
criticized for not recognizing the agency of teachers to resist (individually or collectively), neutralize, 
subvert, appropriate or actively endorse these organizational restructurings (James, 2017). The latter 
manifestation of agency (endorsement) has been celebrated by educationalists who argue that the 
realignment of professional practice with organizational priorities represents a reprofessionalization 
of teaĐheƌs͛ ǁoƌk, dismissing as ͞pƌesuŵptuous͟ the ƌepƌeseŶtatioŶ of alteƌed pƌofessioŶal 
ideŶtities as ďeiŶg ͞ĐoŶfused͟.   
 
Early work in this area, such as Whitty (2008) and Menter et al. (2010), traced articulations of 
pƌofessioŶal ideŶtitǇ ǁhiĐh ͞tƌaŶsĐeŶded͟ the polaƌities of a Đƌude oĐĐupatioŶal/oƌgaŶizatioŶal 
account; while  recent accounts (Biesta et al., 2015) have tended to give greater emphasis to the role 
of teaĐheƌs͛ ageŶĐǇ to eǆplaiŶ the appƌopƌiation and integration of different aspects of 
organizational and occupational professionality within their hybrid professional identities (Day, 
Kington, Stobart, & Sammons, 2006; Authors, 2000; Sachs, 2003, 2011). The most recent research 
has categorized these diverse understandings of professional practice as foƌŵs of ͞pƌofessioŶal 
Đapital͟ ;Haƌgƌeaǀes aŶd FullaŶ, ϮϬϭϮ; NolaŶ aŶd Molla, ϮϬϭϳͿ.  
 
This paper sets out to explore how teachers in a key phase of their careers accommodated and, at 
times, integrated  diverse and competing understandings of professional practice into their 
emergent professional identities. To do this we draw on the socio-cultural perspective and approach 
to agency outlined by Biesta (2010), Biesta and Tedder (2007) and extended by Etelapelto et al. 
(2013) - defiŶed as aŶ ͚eĐologiĐal͛ peƌspeĐtiǀe oƌ ͚suďjeĐt-orientated socio-cultural approach͛ to 
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agency.  While we recognise the embodied Ŷatuƌe of teaĐheƌs͛ pƌofessioŶal pƌaĐtiĐe aŶd ideŶtitǇ 
(Etelapelto et al., 2013), this paper focuses on the analysis of the cultural, social, material and 
discursive resources that framed, constrained or enabled these BTs͛ sense of professional agency. As 
Etelapelto et al. (2013, p.60) drawing on Biesta (2010 ) argues, this approach is particularly 
important is an era where professional identities are becoming increasingly fragmented, refigured 
and in many parts of the world, rebranded. 
 
 
Welsh educational policy and The Masters in Educational Practice 
 Since the devolution of educational policy within the UK there has been increasing divergence in 
approaches to teacher education and development (most especially between those of Wales and 
EŶglaŶd − see Authoƌs, ϮϬϭϲͿ. The Welsh AsseŵďlǇ GoǀeƌŶŵeŶt outliŶed its intention to create a 
framework for teacher professional development that differed from the prescriptive, high 
accountability model that was furthered in England and had prevailed in Wales prior to devolution. 
The development of this framework took place against a poliĐǇ ďaĐkdƌop that  Đlaiŵed that Wales͛ 
education system was falling behind comparable education system both in the UK and 
internationally (Evans, 2016; Dixon, 2016). In 2009 Wales ranked the lowest of all the countries in 
the PISA rankings of the UK being graded 43rd in maths; 41st in reading; and 36th in science out of 
the 65 countries who were included in the survey.1 One aspect of the system that came under 
particular pressure was initial teacher education and early career professional development of 
teachers (Furlong, Hagger, Butcher, & Howson, 2015; Tabberer, 2013). This, in part, resulted in the 
ƌefoƌŵist EduĐatioŶ MiŶisteƌ, LeightoŶ AŶdƌeǁs, iŶitiatiŶg a ƌaft of ƌefoƌŵs to Wales͛ eduĐatioŶ 
system including the early career development of teachers (Andrews, 2011a, 2011b). Andrews was 
                                                     
1 Wales͛ PI“A ƌaŶkiŶgs fell iŶ “ĐieŶĐe iŶ ďoth suďseƋueŶt tests ;ϮϬϭϮͿ; iŶ Maths it fell iŶ ϮϬϭϮ ďut iŵpƌoǀed to 
above 2009 levels in 2015; while Reading improved slightly in 2012 before falling again in 2015 (Organisation 
for Economic Co-operation and Development [OECD], 2012; 2015).  
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bullish in his pronouncements around leveraging accountability into the system and moving away 
fƌoŵ ǁhat he dispaƌaged as ͞laissez-faiƌe͟ ŵodels of pƌofessioŶal deǀelopŵeŶt ;AŶdƌeǁs, ϮϬϭϭaͿ. 
 
A key plank of the reform of early career professional development was the introduction of the 
Masters in Educational Practice for BTs within Wales. While some have aligned the MEP Programme 
with a retrenchment from the collaborative professional development within the post-devolution 
approach (Egan & Grigg, 2017), the model developed was very distinct from the organizationally 
driven approaches developed within England. Initiated in 2011, the bilingual Programme was 
developed through consultation with a group of international experts convened by the Welsh 
Government. In many ways the Programme itself reflected the contests over professional 
development within Wales: While the Programme was practice-based and focussed on specific 
policy objectives highlighted by Government (refleĐtiŶg AŶdƌeǁs͛ asseƌtioŶ that ͞we need to move 
from theory to practice͟ [2011b, p. 9]), it was premised upon teacher inquiry, rather than the 
application of predetermined approaches or strategies.  
 
Using Sachs͛ (2016) model of Continuing Professional Development as a reference point we can 
argue that while the government funders did seek to promote aspects of skills development in 
relation to goǀeƌŶŵeŶt͛s change agenda, the structure of the Programme was premised on the 
promotion of an inquiring and critical professional within an occupational understanding of teacher 
professionalism.  The fuŶdeƌs͛ suppoƌt of the promotion of critical inquiry was seen a means of 
encouraging gƌeateƌ use of ƌeseaƌĐh aŶd the ͞eǀideŶĐe ďase͟ − more tacitly it was constructed as a 
means of insulating them against the negative effects of enculturation into school cultures marked 
by low expectations and insularity. The intended outcomes of the participation were an 
enhancement of practice; development of understanding of the current evidence base; the 
development of analytical and critical capacities; and the ability to lead professional learning 
communities (Authors, 2017). Throughout its initial three year pilot the Programme recruited over 
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1,300 Newly Qualified Teachers (NQTs) which constituted over 50 percent of the ĐouŶtƌǇ͛s eligible2 
Beginning Teachers (Authors, 2017).  
 
The Programme was delivered by an alliance of Higher Education Institutions (HEIs) led by Cardiff 
University with partners at the Universities of Aberystwyth and Bangor and what was then the 
Institute of Education (now part of University College London). A key bridge in translating the 
academic content and research within the modules was provided by over 100 expert academic 
mentors, recruited on the basis of their professional experience and expertise. This network of 
ŵeŶtoƌs ǁeƌe eǆpeƌieŶĐed pƌofessioŶals eǆteƌŶal to the ŵeŶtees͛ sĐhools ǁho supported their 
ŵeŶtees͛ pƌaĐtiĐe and their pedagogic values (Daly & Milton, 2017).  As an intermediate context 
ďetǁeeŶ BTs͛ eǆpeƌieŶĐes as students on an Initial Teacher Education (ITE) programme and as 
initiates into various school contexts, the MEP highlighted key choices and tensions in BTs͛ process 
of professional identity formation.  
 
Methods 
The research adopted a subject orientated socio-cultural approach (Etelapelto et al., 2013) to the 
studǇ of BTs͛ eǆpeƌieŶĐe ǁithiŶ the Masteƌs iŶ EduĐatioŶal PƌaĐtiĐe Pƌogƌaŵŵe. This ͚eĐologiĐal͛ 
perspective (Biesta, 2010; Biesta and Tedder, 2007) focussed on the cultural, social, material and 
discursive resources that framed, constrained or enabled their professional agency, and influenced 
the development of their professional identities.   
 
The data for this study was generated from a mixed methods evaluation which ran from 2015-2017. 
The methods used within this evaluation were a survey of students and mentors participating in the 
Programme (n=886); six focus group and individual interviews with students (60 participants in 
                                                     
2 Eligibility criteria were that participants needed to be newly qualified; registered with the General Teaching 
Council for Wales; employed for at least one full term in one or more maintained schools with the equivalent 
of at least a 0.4 contract; and have the agreement of the head teacher (Authors, 2017). 
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total); three focus groups with mentors within the Programme (25 participants); six school-based 
case studies with participants; and documentary data generated from student assignments and 
dissertations.  The evaluation was placed within the fifth phase of the ROAMEF model for policy 
research (rational, objectives, appraisal, monitoring, evaluation and feedback) outlined by HM 
Treasury (2011). The outcomes measured within this evaluation phase were informed by a 
contextualized logic model (HM Treasury, 2011) and were focussed on the impact of the MEP on 
individual BTs and their schools. The focus of this paper is data generated in relation to element 
three of this evaluation −  the potential impact of participatioŶ oŶ teaĐheƌs͛ pƌofessioŶal ideŶtitǇ aŶd 
sense of agency (see Figure 1 below).  
Figure 1 here 
The study used a two phase, sequential mixed methods explanatory design frame (Cresswell & Plano 
Clark, 2007). Between April and June 2015 all teachers who attended one of the Pƌogƌaŵŵe͛s 
learning events were surveyed with a response rate of 73 percent (n=886). The questionnaire and 
protocol for the semi-structured interviews and focus groups focussed on five areas: aspects of 
professional practice and beliefs (the focus of this study); impacts at a school level; impact on career 
trajectory; changes in classroom practice; impact on learning and achievement; outcomes for 
teachers. The initial phase of analysis drew on descriptive statistics to inform the development of the 
qualitative element. Within this qualitative phase, focus group interviews with 60 Beginning 
Teachers, 25 mentors and the university team that supported the Programme explored the survey 
responses. This data was then coded using the typology of Miles, Huberman and Saldana (2013), 
moving from descriptive to inferential codes. Drawing on these codes and our initial analysis we 
performed more detailed inferential statistical analysis on the quantitative data before drawing our 
data together through a series of overarching inferential codes. Through such methodological 
triangulation we have tried to ensure that the data presented is both robust and representative.  
 
There are, however, limitations to this study. The main issue is selection bias within the sample in 
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respect of both which BTs ďeĐaŵe iŶǀolǀed aŶd the ƌaŶge of sĐhools that suppoƌted BTs͛ 
engagement. The BTs on the programme were broadly representative of the population in regard to 
gender, age, geographical spread and the types of schools they worked in. It is likely though that 
they were amongst the more committed and confident of their cohort and the evaluation data itself 
indicated that over time they became a less representative group as those who moved schools in the 
first three years of their careers were more likely not to progress with the programme. There was a 
great deal of anecdotal evidence from participants and mentors that a number of school leaders 
disĐouƌaged BTs͛ eŶgageŵeŶt ǁith the Pƌogƌaŵŵe as theǇ feaƌed it ǁould ŶegatiǀelǇ affeĐt theiƌ 
performance. The sample of schools within the Programme is therefore likely to be biased towards 
those with more supportive leadership and more positive learning environments. We also faced the 
ŵethodologiĐal aŶd ethiĐal issues iŶ ƌelatioŶ to ŵaŶǇ of the ƌeseaƌĐh teaŵ͛s dual roles as researcher 
and instructor on the Programme. We tried to mitigate this through reinforcing principles of 
anonymity and confidentiality; having interviews and focus groups conducted by a researcher who 
had no involvement in the Programme; and through our own reflexivity and methodological and 
researcher triangulation while evaluating and interpreting the data. 
 
Findings  
The findings reported here focus on two broad analytical categories that describe particular 
interactions between organisational and occupational discourses surrounding the notion of 
ďeĐoŵiŶg a pƌofessioŶal. The fiƌst is ĐoŶĐeƌŶed ǁith the Ŷatuƌe, aŶd ƌole, of oŶe͛s oǁŶ leaƌŶiŶg iŶ 
deteƌŵiŶiŶg oŶe͛s pƌofessioŶalisŵ. These disĐouƌses touĐhed upon notions of credentialism - a 
policy rhetoric of making teaching a masters level profession was current at the time of the MEP͛s 
development and implementation - and the role of the teacher as an active contributor to, rather 
than a passive consumer of, the  knowledge that underpins their professional practice.  The second 
analytical category focusses on issues of professional agency and the culture of accountability within 
sĐhools. The pƌessuƌes BTs felt theǇ ǁeƌe plaĐed uŶdeƌ ǁithiŶ ĐeƌtaiŶ sĐhools͛ aĐĐouŶtaďilitǇ 
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cultures is contrasted with their relationship with their mentors and peers. The tensions between 
contrasting notions of organisational and occupational professionality are evidenced by the 
ĐoŶtested ƌole plaǇed ďǇ ͚data͛ iŶ judgŵeŶts aďout pupil leaƌŶiŶg aŶd teaĐheƌs͛ peƌfoƌŵaŶĐe.  
 
Status, professional knowledge and collaboration  
 
The survey data indicated that BTs within the MEP believed that participation in the Programme 
improǀed theiƌ ͞professioŶal status͟. As Figure 2 indicates, of the respondents to this statement 
(n=662) 80 percent of cohort one; 70 percent of cohort two; and 74 percent of cohort three either 
agreed or strongly agreed with the statement that participation in the Pƌogƌaŵŵe had ͞improved 
theiƌ seŶse of pƌofessioŶal status.͟  
Figure 2 here 
 While this is an important finding, what this data does not tell us is what teachers believe that 
professional status actually means to them.  However, when students invoked the discourse of 
professionalism, they illustrated how they understood teacher professionality and the role that the 
MEP played in framing their nascent professional identity: 
 
Hŵŵ. I thiŶk it ŵakes Ǉou ŵoƌe skilled aŶd ŵoƌe pƌofessioŶal doesŶ͛t it aŶd Ǉou doŶ͛t alǁaǇs 
notice that in the here and now, and actually when you look back you start noticing the 
diffeƌeŶĐes aŶd ǁheƌe Ǉou͛ǀe Đoŵe fƌoŵ aŶd hoǁ faƌ ǁithiŶ just thƌee Ǉeaƌs.  
 
…I thiŶk it͛s just giǀiŶg Ǉou skills aŶd pƌofessioŶalisŵ that otheƌ people just haǀeŶ͛t had 
available to them. 
 
WithiŶ ďoth these aĐĐouŶts, ͞skills aŶd pƌofessioŶalisŵ͟ are coupled together as forming distinct 
aspects of their practice encompassing both an organizational (skills) and occupational 
(professionalism) account of teacher professionalism. This is consisteŶt ǁith Eǀetts͛ (2012) typology 
where these BTs are mastering the skills (or in Sachs͛ [2016] frameǁoƌk ͞fuŶĐtioŶal deǀelopŵeŶt͟) 
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ƌeƋuiƌed to ͞peƌfoƌŵ͟ withiŶ theiƌ oƌgaŶizatioŶ aŶd the ͞pƌofessioŶalisŵ͟ which is aligned with an 
emergent occupational identity (Evetts, 2012). 
 
For some BTs gaining a master level qualification played a particular role in their emergent identities. 
IŶ the folloǁiŶg eǆtƌaĐt ďeiŶg a pƌofessioŶal aŶd gaiŶiŶg a ĐƌedeŶtial aƌe ĐoŶflated ;aŶ ͞eǆtƌa leǀel of 
pƌofessioŶ͟Ϳ uŶdeƌ the idea of ͚ĐƌediďilitǇ͛. A ĐoŶflatioŶ that iŶdiĐates the degƌee of peƌsoŶal  
fragility in the BTs  sense of professionalism and the significance therefore given to the public nature 
of the ĐƌedeŶtialist kudos ĐoŶfeƌƌed ďǇ gaiŶiŶg a ͚Masteƌs͛: 
 
What the MEP has done or what it was intended to do was raise the professional standing of 
teachers. So teachers have a degree, what about if they were Masters qualified – so, 
wonderful −  what you are adding is an extra level of profession and from that comes extra 
levels of credibility, I think credibility should be there anyway but having a Masters takes it to 
that leǀel agaiŶ… 
 
It is perhaps understandable that BTs who had so recently undergone, and some were still 
undergoing, a series of assessments to establish themselves as qualified teachers should link what 
constitutes a profession to credentials and qualifications (to a degree ignoring what that 
qualification equips teachers to do). Fƌoŵ a ĐƌitiĐal peƌspeĐtiǀe, the use of a ĐƌedeŶtial to ͞ďolsteƌ͟ 
oŶe͛s pƌofessioŶal credibility also speaks to issues of occupational market closure, social 
contestation and the wider social function served by professions that can feed into the political 
condemnation of professional elites.  
 
Beyond gaining the qualification associated with the MEP,  the Pƌogƌaŵŵe͛s aiŵ of fosteƌiŶg 
professional collaborative inquiry led the BTs to engage with how authority is conferred upon an 
occupational group and on what basis it claims a strong professional status through access to and  
authority over a body of expert knowledge. Freidson (2001, p. 202) describes a profession as a 
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͞pale͟ ǁithiŶ ǁhiĐh ŵeŵďeƌs shaƌe a ĐoŵŵoŶ ďodǇ of formal knowledge and skills (this analogy 
seems particular apt for teaching as just like the original Pale –an area of Ireland around Dublin 
under English control- teaĐhiŶg͛s ďouŶdaƌies aƌe paƌtiĐulaƌlǇ aŶd iŶĐƌeasiŶglǇ ǁeakͿ. The creation 
aŶd pƌoteĐtioŶ of this ͚pale͛ is ĐoŶtiŶgeŶt upoŶ pƌofessioŶal ĐollaďoƌatioŶ, consensus and 
professional authority rooted in the validity of the forms of knowledge that arise from collegial 
inquiry (Hoyle, 1974; Evetts, 2012; Sachs, 2016). Participation in school-based projects were a 
feature of the MEP, and were aimed at fostering the skills and dispositions required to engage in 
professional collaborative inquiry. The school-based projects heightened BTs͛ engagement with the 
dominant approach to problem-solving in their schools, which in many cases was a technical rational 
one based around the ideŶtifiĐatioŶ of the ͚ĐoƌƌeĐt͛ foƌŵ of pƌofessioŶal kŶoǁledge aŶd the 
adoption of effective practices.  
 
The contrast between the professional learning approach the BTs encountered in the MEP and their  
experience of school-based professional deǀelopŵeŶt ǁas suŵŵaƌised ďǇ oŶe paƌtiĐipaŶt as ͞the 
thiŶg aďout the MEP is that Ǉou haǀeŶ͛t told us aŶǇthiŶg͟. The BTs͛ iŶteƌaĐtioŶ ǁith the doŵiŶaŶt 
technical rationale discourse became increasingly based upon a recognition of the partiality of 
͚eǆpeƌt͛ knowledge and how engagement in inquiry would require risk-taking, experimentation and 
failure: 
 
Thƌough the MEP I felt Ǉou ǁeƌe aďle to saǇ to a Đolleague oh I͛ǀe ďeeŶ ǁoƌkiŶg ǁith this I͛ŵ 
ƌeallǇ iŶto this … You doŶ͛t kŶoǁ aĐtuallǇ if it͛s goiŶg to ǁoƌk Ǉou ĐaŶ͛t just ŵake that 
assuŵptioŶ that it͛s goiŶg to iŵpƌoǀe aŶǇthiŶg. I͛ŵ ŵoƌe ǁilliŶg to disĐuss ǁith otheƌ 
teachers, at first if something was not working I thought that it was my fault and a weakness 
of ŵiŶe, ďut Ŷoǁ I͛ŵ ŵoƌe ǁilliŶg to talk to teaĐhers about things, and not see weaknesses 
as a negative but rather as something that can be improved.   
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The emphasis on professional inquiry within the Programme contrasted with a discourse of 
professional knowing based on training that was oƌgaŶizatioŶallǇ oƌieŶtated toǁaƌds a ͞ƌestƌiĐted͟ 
focus on immediate, generic and imposed solutions: 
 
But what I find sometimes that maybe this is why I think the MEP is better than other forms of 
CPD 3aŶd tƌaiŶiŶg aŶd thiŶgs like that is ďeĐause I͛ǀe had other forms of training that have 
come from like say people who used to work who have now become consultants and things 
like that, aŶd theǇ͛ƌe just giǀiŶg Ǉou ŵodels of teaĐhiŶg ǁhiĐh theǇ used to use aŶd used to 
work in their contexts when things were maǇďe a little ďit diffeƌeŶt, oƌ it͛s ĐoŵiŶg fƌoŵ the top 
doǁŶ aŶd it͛s just ďeiŶg told like do this.  
 
This is not to suggest that these BTs did not value immediate, practical solutions which allowed them 
to meet the professional objectives within their organization: as asserted by Day (2017) this is an 
iŵpoƌtaŶt eleŵeŶt − eǀeŶ a pƌeƌeƋuisite − ďut Ŷot the ƌaisoŶ d͛etƌe, of theiƌ pƌofessioŶal pƌaĐtiĐe. 
The ͞ƌestƌiĐted͟ Ŷatuƌe of BTs͛ eǆpeƌieŶĐes of pƌofessioŶal leaƌŶiŶg outside of the MEP iŶĐluded 
aspects of their Initial Teacher Education (ITE). Although eighty-six percent of students said that the 
standard of theiƌ ITE ǁas ͞good oƌ ďetteƌ͟- broadly consistent with research in England which found 
that 89 percent of primary and 91 percent of secondary teachers categorized their training as good 
or very good (Adewoye, Porter, & Donnelly, 2014) -they recognised it was somewhat restricted in 
respect of its approach to inculcating key skills and dispositions, such as reflection, to support their 
professional leaƌŶiŶg. PaƌtiĐipaŶts aĐkŶoǁledged that ǁhile ͞ƌefleĐtiǀe pƌaĐtiĐe͟ − a key concept 
ǁithiŶ aĐĐouŶts of oĐĐupatioŶal pƌofessioŶalitǇ − was celebrated and encouraged, the immediate 
ŵasteƌǇ of the ͞skills͟ of teaĐhiŶg took pƌeĐedeŶĐe: 
 
                                                     
3 Continuing Professional Development 
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You doŶ͛t uŶdeƌstaŶd (reflection), Ǉou doŶ͛t kŶoǁ hoǁ to iŶteƌpƌet it aŶd gƌasp the 
ĐoŶĐept of it. You doŶ͛t haǀe tiŵe to thiŶk aďout it Ǉou͛ƌe just, it͛s oŶe tiĐk ďoǆ that 
Ǉou͛ǀe got to do isŶ͛t it iŶ the PGCE4? 
 
The pƌessuƌe to ͚leaƌŶ hoǁ to teaĐh͛ ŵeaŶt that at this stage of their careers BTs found it ͞diffiĐult to 
sit ďaĐk͟ from practice and generate professional theories based on refection in and on continued 
practice experimentation (Clarke & Hollingsworth, 2002), an approach that would require risk-taking 
and involve occasional failure.  
 
I think it helps to do that, (reflect on interventions in the classroom) when you do things 
like that oŶ Ǉouƌ PGCE Đouƌse Ǉou͛ƌe at suĐh aŶ eaƌlǇ stage of teaĐhiŶg aŶd it͛s ǀeƌǇ 
difficult to step back and look at this … 
 
The MEP programme provided access to extended professional collegial networks of other BTs and 
these were seen as key in helping solidify those aspects of their nascent professional identities 
associated with risk taking and sharing practice. 
 
 I'm much more open now, if something does not work. I'm more willing to accept that and to 
improve my weaknesses or make changes.  
  
The extended professional networks also provided BTs with access to an alternative professional 
leaƌŶiŶg spaĐe ďeǇoŶd the ͞set ƌegiŵes͟ ŵaŶǇ fouŶd ǁithiŶ theiƌ sĐhools.  
        
The MEP has allowed me to be open to new practices that I may not have been open to or that 
the school may not have been open to when they have had set regimes and set teaching 
methods. The MEP has allowed us to trial new teaching methods, new pedagogies without the 
fear of failure. 
 
                                                     
4 PGCE refers to the Post Graduate Certificate in Education which is the qualification most teachers in the UK 




The valuing of professional contacts beyond their schools was a consistent theme within the data. 
The survey results indicated that the two of the aspects of the Programme that BTs valued most 
were working with fellow teachers (over 85 percent finding this quite or very helpful) and working 
with an external mentor (over 90 percent finding this either quite or very helpful) - findings which 
were consistent with previous research (Poet, Rudd, & Kelly, 2010) that has stressed collaborative 
learning and collegial interaction as the most valued of professional development opportunities. 
Collaďoƌatiǀe ǁoƌkiŶg oppoƌtuŶities ǁithiŶ BTs͛ sĐhools ǁeƌe liŵited, ǁith less thaŶ half, ϰϯ.ϰ 
percent, experiencing frequent in-school collaboration and only 12.2 percent experiencing frequent 
collaboration with teachers outside of their school. 
 
Table 1 here 
 
The extended collaborative elements of the programme contrasted starkly with the atomization and 
individualization many of the BTs had experienced in their first years of teaching where 
opportunities for professional dialogue and collaboration were often limited: 
 
Very very restricted to time with peers, for example in our setting you rarely really see them 
out of sĐhool... ǁe͛ƌe like passiŶg ships Ƌuite a lot of the tiŵe … So I think that time is not, in 
ŵǇ sĐhool aŶǇǁaǇ, theƌe͛s Ŷot a lot of tiŵe to disĐuss with peers things that are actually going 
on.  
 
This aĐĐess to pƌofessioŶal, Đollegial Ŷetǁoƌks solidified these ŶasĐeŶt teaĐheƌs͛ pƌofessioŶal ideŶtitǇ 
and, concomitantly, built their confidence, thus allowing them to take risks, be critical and share 
practice with colleagues without feeling exposed: 
 
 I'm much more open now, if something does not work. I'm more willing to accept that and to 
improve my weaknesses or make changes.  
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Yeah I think that like networking is a big thing and you know coŵiŶg aĐƌoss … people saǇiŶg 
the same as you also like it builds my confidence as well sometimes. 
 
The MEP has allowed me to be open to new practices that I may not have been open to or that 
the school may not have been open to when they have had set regimes and set teaching 
methods. The MEP has allowed us to trial new teaching methods, new pedagogies without the 
fear of failure. 
 
Both qualitative and quantitative data revealed that the most highly regarded element within the 
Pƌogƌaŵŵe ǁeƌe the BTs͛ eǆteƌŶal ŵeŶtoƌs, ǁith 9Ϭ% of ƌespoŶdeŶts agƌeeiŶg that theiƌ ŵeŶtoƌ 
was either quite or very helpful in working through professional difficulties. What distinguishes this 
finding from previous research on the early years of teaching that have found mentors being 
similarly valued (Young and Cates, 2010; National College for Teaching and Leadership, 2015) was 
that in this instance these meŶtoƌs ǁeƌe ͚eǆteƌŶal͛ to the BTs͛ sĐhool. The eǆteƌŶalitǇ of the ŵeŶtoƌ 
ǁas fuŶdaŵeŶtal to theiƌ ƌole, aŶd BTs͛ positiǀe ǀieǁ of theŵ, paƌtlǇ ďeĐause theǇ aĐted as ďƌokeƌs 
to the collaborative learning networks discussed earlier but mainly because their relationship with 
the BTs constituted a bounded and protective space outside the pressures and accountability 
mechanisms of their schools. These protective spaces re-enforced aspects of occupational 
professionality by supporting early career teachers to reflect, be critical of the poor practice they 
encountered and allowing for the exploration of broader constructions of teaching and practice than 
many encountered in schools.  
 
The ǀaluiŶg of aŶ alteƌŶatiǀe spaĐe ďeǇoŶd the ͞set ƌegiŵes͟ ǁithiŶ the BTs͛ sĐhools ǁas a ĐoŶsisteŶt 
theme within the data. Participants recounted that the Programme provided them with both 
pedagogical approaches and, more importantly, the skills and confidence to evaluate and consider 
stƌategies ǁhiĐh failed. The ďuildiŶg of ĐoŶfideŶĐe is esseŶtial iŶ aŶiŵatiŶg BTs͛ ͞pƌofessioŶal Đapital͟ 
espeĐiallǇ the thiƌd eleŵeŶt − deĐisioŶal Đapital − ǁhiĐh is keǇ to fosteƌiŶg a seŶse of pƌofessioŶal 
agency (Nolan & Molla, 2017; Hargreaves & Fullan, 2012).  As outlined in the last two extracts above, 
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the key to developing such professional capitals is the  fostering of collaborative and individual inquiry 
within an environment that creates a space to trial ͞Ŷeǁ pedagogies ǁithout the feaƌ of failuƌe͟, 
ƌeiŶfoƌĐiŶg BTs͛ ĐoŶfideŶĐe iŶ theiƌ pƌofessioŶal pƌaĐtiĐe: This ǁas ĐoŶfiƌŵed ďǇ the suƌǀeǇ data ǁhiĐh 
indicated that over 80 percent of respondents in the three cohorts of students either agreed or 
strongly agreed that participation in the MEP Programme had increased their confidence as 
practitioners.  
 
Externality, accountability and data 
 
BTs͛ appropriation and accommodation of less context-bound and individualized manifestations of 
teaching as a profession − oƌ iŶ GoodsoŶ aŶd Haƌgƌeaǀes͛ ;ϮϬϬϮ) words fostering and developing 
͞occupational heteƌoŶoŵǇ͟ − was achieved through developing professional networks both inside 
and outside of the their immediate department, school and sector. This newly created space for 
professional collaboration made teaching a much less localized activity, allowing BTs to engage with 
teaching as an occupation with extended social aims (Priestley et al., 2015). The space for fostering 
occupational professional development away from a restrictive form of contextualised craft-
orientated understanding of professional practice was facilitated by access to support and mentoring 
outside of the school: 
 
we share resources and it͛s gƌeat to ďeloŶg to a Đoƌe gƌoup ǁho haǀe shaƌed eǆpeƌieŶĐes aŶd 
by working with an external mentor she opened doors personally and professionally. 
 
Table 1 below illustrates that two of the aspects of the Programme that BTs valued most were working 
with fellow teachers (over 85 percent finding this quite or very helpful) and working with an external 
mentor (over 90 percent finding this either quite or very helpful). 




The valuing of the role of mentors is consistent with the National College for Teaching and 
Leadership 2015 survey of NQTs (NCTL, 2015) and the work of Young and Cates (2010) on the 
importance of mentors within the early years of teaching.  The role of the external mentor was 
fundamental as a catalyst for external collaborative learning and for providing a bounded, protective 
space outside the accountability mechanisms within paƌtiĐipaŶts͛ sĐhools. These spaĐes faĐilitated 
the development of characteristics of occupational professionality allowing early career teachers to 
reflect, be critical and explore a broader conception of teaching and practice (as well as experience 
of the practical tools needed to teach). Ninety percent of respondents agreed that the mentor was 
either quite or very helpful in working through professional difficulties. 
 
The fact that the mentor was external was of paramount importance to BTs in schools where they 
perceived themselves to be vulnerable, in the sense of being isolated, and facing extreme 
accountability pressures: 
 
PaƌtiĐulaƌlǇ iŶ the kiŶd of depaƌtŵeŶts that I͛ǀe ǁoƌked iŶ, iŶ the tǁo sĐhools I͛ǀe ďeeŶ iŶ ǁeƌe 
very insular and there are problems which are compounded in the microcosm so getting an 
external viewpoint and a little bit of sanity has been hugely beneficial.  
 
Because I work in a very challenging department so just having somebody a little bit further 
back to provide some perspective because school is so consuming you would, you do just get … 
You get stuĐk iŶ a ďottle doŶ͛t Ǉou?  
 
The spaĐe Đƌeated ďǇ BTs͛ ƌelatioŶship ǁith theiƌ eǆteƌŶal ŵeŶtoƌs alloǁed foƌ dialogue aŶd 
interactions that were set in stark contrast to those that took place in schools whose cultures were 
overly influenced by aĐĐouŶtaďilitǇ stƌuĐtuƌes. BTs desĐƌiďed ǁoƌkiŶg iŶ suĐh sĐhools as ďeiŶg ͞stuĐk 




HaǀiŶg eǆteƌŶal ŵeŶtoƌs I Đould go to theŵ aŶd Ŷot feel pƌessuƌised ďǇ the sǇsteŵ I͛ŵ iŶ, I 
didŶ͛t feel as though I ǁas … Ǉou kŶoǁ ǁhistle-blowing so to speak but I could confide in them 
and speak to them about issues I was having. So I feel that was a huge benefit, of having an 
external mentor. 
 
The teŶsioŶs ďetǁeeŶ ďeiŶg held aĐĐouŶtaďle ǁithiŶ hieƌaƌĐhiĐal oƌgaŶizatioŶal Đultuƌes aŶd BTs͛ 
engagement with the forms of occupational professionality that the Programme represented often 
coalesced around the construction, use and ownership of pupil data. Within the Programme 
students were not only provided with instruction in the analysis and use of such data but also 
encouraged to critique its limitations, particularly the notions of causality used to link pupil 
outcomes with the individual performance of teachers, a central tenet of modern accountability 
systems. Some sĐhools͛ ƌeaĐtioŶ to BTs͛ agentic and critical use of pupil data illustrated how data can 
be used within organizations in ways which limit the agency of teachers.  Many BTs found their 
reƋuests to haǀe aĐĐess to ͚theiƌ͛ data ƌelatiŶg to theiƌ teaĐhiŶg aŶd pupils ǁas ŵet ǁith a degƌee of 
incredulity by school management, some even found it difficult to access it at all: 
 
Assignment one was about data analysis and the senior management were like what do you 
need to know about tracking data, that is a senior management role. 
 
And even asking for the data, I felt like when I asked for the data I felt the school was a bit 
funny, oh why do you want that for you know, why you looking at that for?  
 
Yeah it ǁas ǀeƌǇ diffiĐult to get a ŵeetiŶg ǁith the data ŵaŶageƌ, ǀeƌǇ diffiĐult to … He ǁas 
only in school at certain times yeah ... Yeah we were emailing all the time and he was making 
it very difficult for us to go and even have a conversation with him.  
 
Data ĐaŶ ďe used to eitheƌ liŵit oƌ eǆteŶd the BTs͛ seŶse of oĐĐupatioŶal pƌofessioŶalitǇ. IŶ sĐhools 
where data was constructed as being the monopoly of management, beyond the bailiwick of a newly 
qualified teacher, lack of access to a key cultural resource placed a severe restriction on BTs͛ agency, 
which was re-enforced when data was appropriated as a surveillance mechanism within a 
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hieƌaƌĐhiĐal aĐĐouŶtaďilitǇ sǇsteŵ. Hoǁeǀeƌ, ǁheŶ BTs felt that theǇ had oǁŶeƌship of the data − 
eǀeŶ if theǇ ƌeĐogŶized its liŵitatioŶs −  theǇ eǆeƌĐised theiƌ ageŶĐǇ iŶ usiŶg it to illustƌate that theǇ 
were realizing organizational objectives and, thus, reinforcing their professional status.  
 
During a series of school-based projects participants were required to utilise school-generated pupil 
data, supplement it with data generated as part of the project, and discuss the analysis of their 
project outcomes within the school. The reaction to these projects in some schools highlighted how 
data was used as a management tool to justify specific interpretations of what constituted the 
͚pƌoďleŵs͛ that Ŷeeded to ďe addƌessed, ƌeiŶfoƌĐe iŵpliĐit aŶd eǆpliĐit assuŵptions about their 
causes, and to close down discussion of how issues could be dealt with and what constituted a 
worthwhile resolution beyond the simplistic rhetoric of imposed targets.  As two participants 
described data was often used as ͞a stiĐk to ďeat us ǁith͟, rather than as tool to open up a 
professional dialogue. 
 
I fiŶd that soŵetiŵes like the ǁaǇ data is used ĐaŶ ďe ǀeƌǇ diffeƌeŶt … like theǇ [the sĐhool] ǁill 
look at these sĐoƌes aŶd theŶ ͚this is ǁhat this looks like, aŶd theŶ this is ǁhat ǁe should be 
aĐhieǀiŶg aŶd theŶ let͛s ďe aspiƌatioŶal͛ … I feel theƌe is tǁo sides to that data aŶd soŵetiŵes 
it͛s positiǀe fƌoŵ aŶ iŶdiǀidual poiŶt of ǀieǁ, oƌ Đlassƌooŵ poiŶt of ǀieǁ, ďut theŶ soŵetiŵes 
it͛s kiŶd of Ŷegatiǀe iŶ that it͛s used foƌ otheƌ ŵeaŶs … I felt, it Đould take aǁaǇ fƌoŵ ǁhat I 
ǁas doiŶg aŶd alŵost theǇ ǁeƌe tƌǇiŶg to use it as the aŶsǁeƌ ǁheŶ I ǁas kiŶd of saǇiŶg ͚ďut 
Ǉou͛ƌe Ŷot takiŶg aŶǇ ĐoŶsideƌatioŶ of the soft data, oƌ the ĐoŶteǆt, oƌ the ďiggeƌ piĐtuƌe of 
ǁhat I͛ŵ tƌǇiŶg to aĐhieǀe loŶg teƌŵ, Ǉou͛ƌe just takiŶg a sŶapshot of ƌight Ŷoǁ aŶd saǇiŶg 
nothing has been achieved. 
 
 
The BTs͛ aŵďiǀaleŶt aŶd ĐoŶtƌadiĐtoƌǇ ƌelatioŶship ǁith data seeŵs to aligŶ ǁith ǁhat HaƌdǇ aŶd 
Leǁis ;ϮϬϭϲ, p,ϭͿ Đategoƌize as the ͞douďlethiŶk͟ of data, ǁheƌe data, thƌough its ͞ĐoŶtƌadiĐtoƌǇ aŶd 
ĐoŶtested logiĐs͟, is ďoth ͞deified aŶd deŶied͟.  This ƌesonates with research that questions the logic 
models often presented in relation to data use as a simple linear causal process where increased 
access and use of data will lead to improved performance. As Mandinach and Jimerson (2016) argue, 
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the use of data is a messy, iterative process which requires criticality on the part of the teacher. This 
is ĐleaƌlǇ eǆpƌessed iŶ the eǆĐeƌpt aďoǀe ǁheƌe the BT eǆplaiŶs that ǁhat is ŵissiŶg is ͞the soft data, 
the context or the long term picture͟.  
 
Conclusion 
The MEP Programme was, at a policy level, aŶ iŶteƌǀeŶtioŶ that aiŵed to disƌupt the pƌoĐess of BTs͛ 
professional identity formation by providing alternative, occupationally-aligned approaches to those 
experienced within their initial teacher education and the organizationally-driven accountability 
structures within their own schools. The data suggested that the deǀelopŵeŶt of these BTs͛ 
occupational professionality was achieved through cycles of inquiry;  external collaboration; external 
mentoring; and data ownership. These resources seƌǀed to fosteƌ BTs͛ ageŶĐǇ aŶd aŶiŵate theiƌ 
sense of occupational professionality.  
 
The findings reported here focused on the role and nature of learning and knowledge in respect of 
defining different forms of professionality and the use of data. It contrasted the production of 
warranted assertions around practice (Dewey, 1941) that BTs produced during cycles of inquiry with 
the dominant types of school-based CPD based upon the utilisation of generic expert knowledge 
within a techno-rationalist approach to professional practice. Through studying in learning groups 
facilitated by experienced external practitioners, the BTs were exposed to understandings of 
professional practice and approaches to teaching which went beyond the organizational imperatives 
of their schools. The data within this study suggested that where BTs are given opportunities to 
critique and reflect outside of the organization, as well as through the development of trans-
organizational professional networks which foster professional collegiality, their sense of 
professional agency was emboldened, animated or, drawing on Hoyle (1974) ͞extended͟. As Evetts 




This increased agency should allow these BTs to accept, reject and/or amend organisational norms 
aƌouŶd teaĐhiŶg as ͞ĐhoiĐes͟, ƌatheƌ thaŶ passiǀelǇ aĐĐeptiŶg theiƌ ͞iŶeǀitaďilitǇ͟ ;Biesta et al., ϮϬϭϱ, 
p. 638)- or as Whitty (2008) asserts, reconstitute them as agents, rather than victims of change.  
This empowerment is illustrated most clearly iŶ the data ͞oŶ data͟ where ownership of data gave 
BTs both agency in meeting the performance demands of the organization − an essential part of 
their performance of professionality − and confidence to contextualize, analyze and critique data. 
This evidenced BTs͛ awareness that pupil data was a key element within the sĐhool͛s peƌfoƌŵatiǀe 
logics, while recognizing that it only represented a limited, decontextualized account of their work.  
The contextualization of pupil data by BTs introduced alternative logics, aligned with occupational 
professionality, into their professional practice. This management of data developed their agency 
and sense of occupational professionality where data was no longer perceived to be a disciplinary 
management tool.  
 
As the education and professional development of teachers becomes more aligned with 
organizational objectives and techno-rational solutions, there is a danger that the promotion of the 
local, immediate concerns of the organization and its understandings of teacher professionality will 
fuƌtheƌ liŵit teaĐheƌs͛ seŶse of ageŶĐǇ ďeǇoŶd the ƌealizatioŶ of loĐallǇ deteƌŵiŶed taƌgets ;Authoƌs, 
2016). While the realization of such targets is undoubtedly important they should, as claimed by 
Sachs (2016) and DaǇ ;ϮϬϭϳͿ, ďe oŶe eleŵeŶt − Ŷot the totalitǇ − of teaĐheƌ pƌofessioŶalisŵ: As DaǇ 
aƌgued alŵost tǁo deĐades ago ͞pƌofessioŶal deǀelopŵeŶt is the pƌoĐess ďǇ ǁhiĐh, aloŶe oƌ ǁith 
others, teachers review, renew and extend their commitment as change agents to the moral 
puƌposes of teaĐhiŶg͟ ;DaǇ, ϭ999, p. 4).  The professional learning opportunities within the MEP 
provided BTs with the resources to move beyond organizational professionalism and to 
accommodate key aspects of a wider occupational professionality and, concomitantly, engaged 
them with the wider social and ethical elements of their professional practice. The need for a 
programme such as the MEP to provide the space and resource to facilitate such accommodations, 
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the political recognition of the dangers of certain restrictive forms of organisational professionalism 
that led to its development, and the role played by the resultant professional identities in fostering 
BTs͛ seŶse of ageŶĐǇ, has highlighted Ŷot oŶlǇ the sigŶifiĐaŶĐe, but also the contested nature of 
identity formation in this formative stage of teaĐheƌs͛ pƌofessioŶal deǀelopŵeŶt.  
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Table 1: The extent to which key elements of the MEP were seen as helpful in improving practice 
 
To what extent have the 
following elements of the 
MEP been helpful in 









Support / advice from 
MEP academic tutors 
2.0% 1.5% 16.0% 46.4% 34.1% 
Online tools (e.g. discussion 
boards) 
4.4% 9.5% 25.3% 44.4% 16.4% 
Module materials on 
Learning Central 
1.7% 2.7% 10.3% 49.4% 35.9% 
Your professional learning 
journal 
4.7% 11.2% 32.0% 39.1% 13.0% 
Learning event days 
 
1.9% 4.6% 13.0% 48.5% 32.1% 
Learning from other 
students on the MEP  
1.5% 1.7% 11.7% 47.9% 37.2% 
Written assessments 
 
2.9% 5.8% 16.6% 57.9% 16.9% 
Figure Two: MEP cohort response to the statement: The MEP has improved your 





Working with your current 
mentor 
2.0% 1.5% 5.9% 33.3% 57.3% 
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